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works connected to the theatre, language arts, dance,
physical education and social studies curriculums.

School arts programs require a variety of tradi-
tional equipment, ranging from kilns for firing clay
work in visual arts classrooms to pianos in music class-
rooms. Instrumental music programs should offer stu-
dents an opportunity to use school-owned instruments,
either without charge or for a nominal fee. Schools in
all communities should own the more expensive instru-
ments and most percussion instruments and, in less af-
fluent communities, schools should be prepared to pro-
vide all instruments for their students. Appropriate
guidelines on budgeting for the repair and replacement
of equipment can be found in the national Opportunity-
To-Learn Standards For Arts Education.

Arts students and teachers also should have ac-
cess to video cameras, stereo VCRs, a large viewing
screen, and multimedia equipment combining digitized
sound and music with graphics and text. Schools should
provide on-line access to arts resources, which are an in-
creasingly important part of preparing and delivering arts
instruction. Available Internet resources include, in ad-
dition to information, art work, music files and other re-
sources. Students can even share art work they have
created online, such as music compositions, and to re-
ceive constructive feedback from peers and profession-
als about that work.
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Instructional Connections

The arts provide a powerful means of integrating and
energizing the entire school curriculum. Students
should learn to relate the arts to other disciplines and to
life experiences. Learning experiences in all subject ar-
eas should be planned so that students can make con-
nections between what they learn in arts classes and
what they learn in other content areas.

Effective schools tap the expertise that arts
teachers bring to the school community. Most classroom
teachers studied language arts, mathematics, science
and social studies from kindergarten through high
school, and usually on into college. Unfortunately, most
have not studied the arts since their required study
ended somewhere between fifth and eighth grade, and
an increasing number have never had an opportunity
to study the arts at all. Even those who have pursued
an art form in depth, such as by playing in the band
through high school, typically lack the breadth of back-

ground to place diverse art works into their historical
or cultural context. To incorporate the important con-
tributions of the arts it is, therefore, essential to include
arts specialists in curriculum planning teams.

Arts learning takes three forms in the school cur-

riculum:

1. learning in the arts, i.e., developing stu-
dents’ abilities to create and perform the arts
and to think artistically;

2. learning about the arts, which includes re-
flecting about art work and connecting arts
learning with the learning of other subjects;
and

3. learning through the arts, i.e., using the arts
to increase students’ learning of other sub-
jects.

The following is a model that clarifies appro-
priate, differing roles of specialist teachers and other
teachers in delivering arts instruction:

Type of Learning
(with illustrative examples)

Role of Other
Teachers

Role of Specialist
Teachers

In art, dance, music, theatre

(e.g., creating and refining a sculpture;
performing or composing music or dance;
improvising a dramatic scene)

Plan instruction

Deliver instruction

Assist with curriculum
planning

About art, dance, music, theatre

(e.g., learning art history;

writing to describe and evaluate music or dance
performances;

reading and responding to critical reviews of
theatrical works)

Collaborate with other
teachers to plan curriculum

Share delivery of instruction

Collaborate with specialist
teachers to plan curriculum

Share delivery of instruction

Through art, dance, music, theatre

(e.g., drawing to demonstrate understanding of a
story read in class;

singing songs from the late 1700s that illustrate
differing attitudes toward British rule;
developing a script or dance to simulate the
debate between Galileo and those who labeled his
sun-centered model of the solar system heretical)

Assist with curriculum
planning

Plan curriculum

Deliver Instruction
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The following are important guiding prin-
ciples and cautions to keep in mind when developing
integrated curriculum.

1. Integrated curriculum is an extension of —
not a substitute for - rigorous, sequential and
comprehensive curriculum in each curricu-
lum area.

2. Some schools attempt to compensate for in-
adequate arts instructional time by “integrat-
ing” or “infusing” the arts into other con-
tent areas. Successful as these attempts of-
ten are in energizing other areas of the cur-
riculum, they cannot substitute for arts in-
struction, because non-arts teachers gener-
ally lack the skills in the arts necessary to
teach students artistic ways of thinking. In-
tegration complements, but cannot substi-
tute for, sequential arts learning.

3. Successful integrated curriculum is almost
always the result of cooperative planning
and frequently the result of cooperative or
team teaching.

4. “Interdisciplinary” suggests the connection
of two or more disciplines, not the pooling
of ignorance. Experts from both disciplines,
therefore, must participate in the teams that
plan interdisciplinary curriculum. Unfortu-
nately, arts teachers often have been ex-
cluded from this process. The absence of
their expertise on teams inevitably
marginalizes and trivializes the role of the
arts in both interdisciplinary units and the
general curriculum.

5. Arts teachers must be members of the teams
that design curriculums and schedules. Arts
teachers should work with other teachers to
prepare content modules that reinforce arts
learning and reinforce units in other subjects.
The development of such modules requires
substantial planning time, at least some of it
with the teachers who will use the modules.

6. Integration should take place only when an
educationally valid linkage can be made.

7. True integration can occur only when there
is legitimate content to link. Good integrated
tasks typically are not invented but, rather,
discovered in the real world. Many thematic
units provide rich opportunities for involv-
ing the arts; others donot. When the arts do
not fit a particular theme, either look for a
different theme or leave the arts out. Forc-
ing a superficial connection only hurts stu-
dent learning by unnecessarily interrupting
the flow of arts instruction.

8. For an integrated curriculum to be consid-
ered successful, students must demonstrate
greater learning in each of the subject areas
being integrated and/or clear connections
between important content in each of those
areas.

9. Integrated curriculums should not detract
from arts learning, relegating the arts to a
role in which they are taught only to enhance
learning in other subject areas. Integration
should be a two-way street.

10. In-service preparation must be provided for
the teachers who will deliver integrated cur-
riculums to ensure that they have mastered
the knowledge, skills and pedagogic tech-
niques to deliver those curriculums success-
fully.

Student Assessment

Arts learning can and must be assessed. Once the objec-
tives for a grade or course are clear, assessments which
determine whether students have mastered those objec-
tives should be designed. Students should understand
the criteria for evaluation, and — to the extent possible —
should be empowered to apply the same criteria in self-
evaluation of their own work.

The arts disciplines pioneered performance and
portfolio assessment, approaches which are now being
used in other areas of the curriculum. For example, mu-
sic students for centuries have demonstrated their mas-
tery of music performance and composition by present-
ing their work to panels of expert evaluators, sometimes
called judges or adjudicators. These evaluators have as-
sessed important dimensions of students’ work, such as
expressiveness and accuracy of notes, in comparison to
established standards. Frequently the judges have re-
ceived special training so that they can apply standards
in a consistent manner. Other disciplines now are using
all of these components.

The problem in the arts is not so much the lack
of assessment, but rather the narrow focus of what tradi-
tionally has been assessed. Assessment in the visual arts
has focused on student art works, while assessment in
the performing arts has focused almost exclusively on
performance. Assessment in every arts class should ad-
dress the broad range of learning outlined in the Con-
necticut standards and the local curriculum, including
the analytical as well as the creating and performing do-
mains. This means, for example, that students in per-
forming ensembles should not only perform their music
well, but also demonstrate their understanding of the
form and historical and cultural background of works
they prepare for performance, read music notation and
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even improvise. Students in art classes should not only
create original work, but also analyze, describe and
evaluate others’ art works.

One effective way to organize arts assessment is
to measure the extent to which students can carry out
the three artistic processes: creating, performing and re-
sponding (for a more detailed explanation of these pro-
cesses, see page 21. Teachers should conduct regular
classroom assessment to monitor, improve and report on
student learning. Curriculum guides should not only
recommend strategies for classroom assessment (see ex-
cerpt from Simsbury music guide in Appendix F, and
visual arts units with assessment strategies in Appendix
G), but also outline districtwide assessment procedures
(see Farmington visual arts example in Appendix G).
Suggested assessment strategies also should include scor-
ing criteria for evaluating student work. Districts should
use the results of districtwide assessment to evaluate and
improve instruction by comparing student achievement
to the outcomes called for in the district curriculum.

As in other disciplines, arts assessment strate-
gies should be “authentic,” or matched to the nature of
the desired behaviors. For example, the best way to de-
termine whether a student is becoming a proficient actor
is not to administer a multiple-choice exam but, rather,
to have the student act. Conversely, there are other types
of arts learning, such as understanding the cultural con-
text of particular works or genres, that are often best
expressed in words.

Examples of selected student work should be
collected in multimedia portfolios to permit assessment
of their progress over time as well as their level of achieve-
ment. Because many of the products of arts classes exist
in media other than words or numbers on a page, tech-
nology plays an essential role in the preservation and
assessment of student work in the arts (see section in this
chapter titled Instructional Technology /Equipment).

Adequate assessment can take place only when
arts teachers deal with a reasonable number of students.
Teachers must have a teaching load that permits them to
assess the progress and attend to the needs of each stu-
dent (see sections in this chapter on class size and sched-
uling).

A more extensive discussion of assessment, in-
cluding a list of resources, can be found in the assess-
ment section of Chapter 5. Examples of illustrative learn-
ing/assessment activities may be found at the end of each
discipline-specific section of Chapter 2. Examples of units
with accompanying assessment strategies are provided
in Appendix G and at www.CTcurriculum.org

Professional Development/Interaction

Districts should provide arts teachers with regular op-
portunities for content-specific in-service workshops and
professional development. The nature of these opportu-
nities should be based on the goals and objectives of the
local curriculum and the professional growth objectives
of the faculty.

Professional isolation is a common problem for
the arts teacher, who is often the only specialist in his or
her discipline at a particular school. This problem can
be exacerbated in small school districts, in districts where
the arts faculty does not meet regularly and in schools
whose staff members rarely attend off-site workshops.

Arts teachers should have opportunities to:

e attend statewide, regional or national pro-
fessional conferences in their field;

e participate in districtwide, state or consor-
tium in-service days which offer electives
relevant to their work;

e participate in regular districtwide meetings
of teachers in their subject area, during which
they have opportunities to share ideas and
encounter new ideas;

e observe classroom teaching by skilled col-
leagues, both in the district and in other dis-
tricts; and

e receive input from content-expert supervi-
sors (see the section which follows on pro-
fessional supervision and leadership).

District-sponsored in-service workshops should
address identified needs of the arts staff. In-service plays
an essential role in implementing curriculum, and par-
ticularly innovative curriculum. For example, most mu-
sic teachers have not received instruction to prepare them
to teach improvisation and composition, so local music
faculty members may need workshops and professional
support to design and deliver the creating component of
the music curriculum. Art teachers, on the other hand,
may not be comfortable teaching aesthetics or art criti-
cism in the classroom and, therefore, may benefit from
opportunities to work with teachers who are expert in
teaching these areas. Districts also should encourage fac-
ulty members to participate in summer and evening
courses that expand their professional expertise.
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